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The pursuit of excellence in preparing student teachers for the teaching profession is a never-ending endeavour. This study 
aimed at investigating the value of teaching practice as perceived by the participants, how they determined such value using 
human judgement and whether value judgement can be used as a form of reflection during teaching practice by PGCE 
students. Human judgement can be used as a tool to promote reflection and an evaluation strategy which promotes a culture 
of observation and critical thinking about one’s practice. The qualitative study involved 25 participants, all of whom were 
Postgraduate Certificate in Education students and had completed the practical teaching period. In this study we applied 
Kant’s theory to analyse the data gathered by means of narratives. The results, which were based on self-reported values on 
teaching practice, revealed that the participants viewed teaching practice as valuable and pointed out that it benefitted them 
and others by enabling them to gain valuable experience in the classroom and in general school management. The 
participants based their judgement on three components of value judgement, both negative and positive: emotions, attitudes 
and experiences. 
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Introduction 
The importance of teaching practice in initiating pre-service and novice teachers into real life in schools has 
become firmly established in the research literature (Quick & Siebörger, 2005), whereupon all the concepts that 
the students have learned need to be applied in real-life situations (Bhargava, 2009). This research in South 
Africa has been conducted in contexts in which policy standards and training and development documents such 
as the South African National Education Policy Act 53 of 2000 and the Minimum requirements for teacher 
education qualifications (MRTEQ) (Department of Higher Education and Training, Republic of South Africa, 
2015), have increasingly prioritised teaching practice. These policies become means of providing an authentic 
context within which the student teacher is exposed to and experiences the complexities and richness of the 
reality of being a teacher. Since student teachers typically describe their teaching practice as the most important 
and relevant aspect of their training (Standal, Moen & Moe, 2014), there is a need for exploration of multiple 
opportunities and formats for reflection (Bean & Stevens, 2002). The use of judgement and evaluation becomes 
relevant in determining the value of teaching practice. Making judgements about the value of teaching practice 
can foster reflection that may empower student teachers, especially PGCE students, to “critically evaluate good 
practice” (Loughran, 2002:40). The PGCE, a teaching training programme offered at university level in South 
Africa, offers a one-year full-time professional teaching qualification to students holding bachelor’s degrees. 
In South Africa, a developing country, the abundance of resources significantly contributes to economic 
activity. However, the mineral resources cannot be fully utilised due to a lack of skilled human resources 
(Musingwini, Cruise & Phillips, 2013). Statistics South Africa indicated that unemployment in South Africa was 
at a record high in 2016. Bhorat and Jacobs (2010) attribute the high rate of unemployment to a structural 
change observed in labour demand trends shifting towards high-skilled workers. More and more people in the 
labour force hold tertiary qualifications, however, the level of unemployment among this group is increasing 
(Daniels, 2007) as more and more graduates search for jobs each year. In an effort to become employable, many 
unemployed graduates pursue further studies in different fields, which includes teacher education. 
Although several studies have been conducted on student teachers’ experiences and anxieties during 
teaching practice (Maphosa, Shumba & Shumba, 2007), a review of the literature indicates that limited studies 
have been conducted on perceptions of the value of teaching practice. This study seeks to contribute towards the 
discourse on teaching practice in general, and formats for reflection, in particular. In this article we argue that 




Teaching practice is guided by policies, among others, the South African National Education Policy Act 53 of 
2000 and the Minimum requirements for teacher education qualifications (MRTEQ) (Department of Higher 
Education and Training, Republic of South Africa, 2015), which prescribe that practical learning and work 
integrated learning should be spread across the academic programme. The school experience component should 
take place in blocks of varying duration throughout the programme. Where a more extended period is envisaged, 
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such as during part of a final year or within a 
structured mentorship programme, proper 
supervision, suitable school placement and formal 
assessment should be guaranteed (Department of 
Education [DoE], Republic of South Africa, 2007). 
Depending on the institution, teaching 
practice may be conducted in a number of ways 
(Perry, 2004). At the university where this study 
was conducted, all PGCE students do observation 
for two weeks before the March recess, then do 
teaching practice for four weeks during May and 
another four weeks during July and August – a total 
of two and a half months. At other universities 12 
weeks per year are allocated for teaching practice. 
When students register for the PGCE the 
assumption is that they have acquired the subject 
knowledge during their undergraduate studies and 
that the PCGE programme is to equip them with 
the knowledge and competence needed for 
teaching. During teaching practice university 
lecturers visit schools to assess the students, but the 
students are mostly guided and supervised by the 
teachers at the respective schools. 
According to Steyn and Killen (2001) 
teaching practice can sometimes become a 
discouraging and terrifying experience. Challenges 
of “geographical distance, low and uneven levels of 
teacher expertise, a wide-ranging lack of resources 
as well as a lack of learner discipline can be 
demoralising” (Marais & Meier, 2004:221). These 
negative encounters, as well as fear of the unknown 
and the wrong career choice (Quick & Siebörger, 
2005) may affect student teachers’ perceptions of 
the usefulness of teaching practice, which in turn 
can influence their views of the teaching 
profession. 
On the flip side, good experiences encoun-
tered during teaching practice may lead to positive 
judgements. In their study, Postareff and Lindblom-
Ylänne (2011) found that student teachers felt that 
their self-confidence was strengthened during 
teaching practice. McNay (2004) posits that teach-
ing practice is often described by student teachers 
as the most worthwhile experience of their study 
programme as that is where they really learn to 
teach. Lampert (2010) reports that teaching practice 
helps student teachers gain skills and knowledge 
about schools, learners, teaching, school routine, 
teaching practice, teaching theory, staff meetings 
and, most importantly, the nature of the child. Fur-
thermore, Busher, Gündüz, Cakmak and Lawson 
(2015) state that the opportunity to work with expe-
rienced teachers hones student teachers’ skills. 
Therefore, good experiences during teaching prac-
tice appear to lead to positive judgements. 
The aim of this paper was to investigate how 
PGCE students at a university in South Africa 
perceived the value of teaching practice, how these 
participants determined this value, and whether 
value judgement can be used as a form of reflection 
during teaching practice by PGCE students. The 
following research questions were used: What is 
the value of teaching practice? How do students 
determine the value of teaching practice? Can value 
judgements be used as a form of reflection? 
 
Literature Review 
Our search for research literature on value 
judgement in teaching practice yielded no results. It 
is for that reason that Wilson (1992) suggests that 
there is a need for such education research to be 
conducted. Value is “the regard that something is 
held to deserve; the importance, worth, usefulness 
of something or the positive quality of being 
precious” (Oxford University Press, 2019: para. 1). 
It is the quality that renders something desirable or 
valuable or useful, something that one hopes to 
attain. People assign a value to an object – in this 
research the object is teaching practice, which is 
presumably undertaken by students to achieve their 
dreams of becoming professional educators. In 
assigning value to this object, judgements are then 
made about its worth by means of, among other 
factors, appraisals, assessments and calculations. 
Although value judgement does not only apply to 
education, it is particularly important in making 
decisions on how well the educational goal is 
realised. A better understanding of how student 
teachers judge teaching practice may thus provide 
clues about measures that may be taken to better 
prepare student teachers for teaching. For instance, 
a negative judgement will be based on negative 
experiences, which may negatively affect the 
student teacher’s attitude. Attitude is essential in 
that it shows mental preparedness for action during 
their teaching career. 
Risley (2005) states that throughout human 
history, personal experience has served as a guide 
to conduct. Virtually everyone relies on their own 
experiences to make evaluations about their own 
actions. Dewey (1934, cited in Schmidt, 2010) 
argues that educators must first understand the 
nature of human experience, as, according to his 
theory (Dewey, 1934), experience arises from the 
interaction of two principles, namely continuity and 
interaction. Continuity means that each experience 
a person has will influence the person’s future, for 
better or for worse. Interaction refers to the 
situational influence on one’s experience (Dewey, 
1963). In other words, one’s present experience is a 
function of the interaction between one’s past 
experiences and the present situation. 
It is equally important to understand that no 
experience has a pre-ordained value (Dewey, 
1963). What may be a rewarding experience for 
one person may be unrewarding for another. The 
value of the experience must thus be judged by the 
effect that it has on the individual’s present and 
future, and the extent to which the individual is 
able to contribute to society (Alfred, Byram & 
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Fleming, 2003). Kiggundu (2007) opines that a 
lack of resources, a lack of discipline among a wide 
cross-section of learners, and educators’ attitudes 
are some of the negative challenges that may 
negatively impact student teachers’ experiences. 
In teacher education, students are taught, 
among other aspects, different theories pertaining 
to learner discipline, administration and 
management, professional ethics and teaching 
methodologies. The practical teaching period gives 
students an opportunity to test these theories. Their 
effectiveness depends on people’s ability to 
evaluate the information and then to integrate it 
into their day-to-day activities in the school 
environment. Consequently, how theory and 
practice are dealt with is likely to influence the way 
in which an individual student teacher evaluates his 
or her experiences. It can happen that student 
teachers do not consider all possibly relevant 
information before making a judgement, but 
instead compress most of the relevant information 
accessible to them (Clore & Huntsinger, 2007). 
The value of teaching practice lies in extrinsic 
and intrinsic value. Zimmerman (2008) claims that 
the intrinsic value of something is the value of the 
thing in itself, or for its own sake, or as such, or in 
its own right, whereas the extrinsic value of 
something is less directly expressive of such 
inherent (but fragile) tendencies. Figure 1 outlines 




Figure 1 Categories of value 
 
This information is irrelevant without the 
knowledge of processes and procedures in schools, 
relationships between teachers, learners and school 
managers. Knowledge regarding the learner to be 
taught is paramount. By knowing the learners, 
student teachers can make judgements about the 
nature of the learners, their behaviour and their 
learning, which can enable student teachers to 
choose the most appropriate teaching strategies. 
Emotions play a major role in evaluations. In 
addition, emotions or affects provide compelling 
information about the personal value of whatever is 
in mind at the time (Clore & Huntsinger, 2007). 
Loewenstein and Lerner (2003) and Peters (2006) 
describe emotions as external forces influencing a 
non-emotional process. Thus, although emotions 
may have an influence on judgement, the latter 
might proceed without emotion. 
Positive emotions can influence cognition and 
motivation (Sutton & Wheatly, 2003). People’s 
judgements often reflect their current moods. When 
in a happy mood, people judge many things, from 
consumer goods to life-satisfaction more positively 
than when they feel unhappy (Yeung & Wyer, 
2004). Furthermore, Wyer, Clore and Isbell (1999, 
cited by Clore & Huntsinger, 2007) state that 
moods generate like or dislike by activating 
positive or negative beliefs about the object of 
judgement. A plethora of researchers (Pham, 2004, 
2008; Schwarz & Clore, 2007) have concluded that 
judgments can be influenced by affective feelings. 
As feelings are experienced, student teachers may 
continuously ask themselves how they feel about 
the teaching practice period (the scheduled time for 
teaching practice might be preceding a hectic 
period for the student that may leave no room for 
emotional preparation), school environment (if the 
physical environment is not well maintained, it can 
lead to a depressive mood), conditions at the 
school, and support provided to them by their 
mentors. According to Pham (2008) student 
teachers can use this experiential information to 
form a variety of judgments. 
According to Pfister and Böhm (2008) there is 
ample evidence that emotions, whether immediate 
or anticipated, frequently influence judgments. 
Anticipated emotions are beliefs about one’s future 
emotional states that might ensue when the 
outcomes are obtained. Two variants of immediate 
emotions exist – those that are incidental, caused 
by factors that are not related to the object of 
judgement at hand, and those that are anticipatory 
or integral, which are triggered by the object of 
judgement itself (Loewenstein & Lerner, 2003). 
Gutnik, Hakimzada, Yoskowitz and Patel (2006) 
argue that attitudes are influenced by emotions, 
which in turn influence judgements. 
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Theoretical Framework 
Kant’s (1892) theory of judgement underpins this 
research. There is a growing interest in the use of 
Kant’s theory in education, and Derrida’s (2004) 
and Readings’ (1996) pursuit of knowledge using 
this theory bears evidence. Moreover, Rolfe (2013) 
investigated difficulties and tensions encountered at 
the interface between a professional practice and an 
academic discipline, while Moran (2015) 
investigated conception of pedagogy using Kant’s 
theory as lens. In essence these issues are relevant 
to a South African education system that is 
struggling to increase the matching of educational 
supply with labour market. 
Kant’s (1892) theory indicates that human 
beings have the inherent ability to make 
judgements to orient themselves in the world and to 
determine the value of their experiences. 
Judgement is therefore conditional upon human 
beings’ ability to enter the space of reason, and 
thereby to gain practical understanding of the 
world. Judgement allows human beings to 
understand and position themselves in, and relate 
themselves to the world, as well as to relate with 
other people (Düring & Düwell, 2015). A variety of 
contemporary Kantian philosophers (notably, 
Herman, 2007; Makkreel, 2015; Waxman, 2014) 
emphasise that the Kantian perspective does not 
start philosophical inquiry with concepts and 
propositions, but with judgement. According to 
Düring and Düwell (2015:943) different types of 
judgement exist, which include theoretical, 
prudential, moral, aesthetic and mixed judgements. 
In more complex circumstances singular 
judgements are not adequate and so a combination 
of different types of judgement of a mixed nature is 
employed. People judge the existence and qualities 
of objects and often disagree about their 
judgements, yet at the same time also understand 
each other to some degree. 
Our research focuses on PGCE students’ 
judgement of their experience of teaching practice. 
According to Kant (1998), priori knowledge pre-
cedes experience. The theory indicates that experi-
ence itself is a kind of cognition, an active exercise 
of the mind which requires understanding of empir-
ical judgements. Experience must involve the sens-
es and thought or understanding. This understand-
ing is termed as the capacity to make judgements. 
In making a judgement one is active as opposed to 
being passive by taking a stand on how things are 
or how things ought to be. 
An empirical investigation was conducted to 
apply the Kantian theory to PGCE students’ value 




A qualitative study using narratives as a data 
collection tool was employed in this study, which 
was conducted once ethical clearance had been 
granted by the University. We utilised the 
informants’ first-person narratives about their own 
experiences of teaching practice. The three aspects 
of the narrative approach indicated by Clandinin 
and Connelly (2000), namely personal and social 
(interaction), past, present, and future (continuity), 
and place (situation) were regarded suitable for this 
research. Data was collected in two phases. The 
first phase was done at the end of the ten-week 
teaching practice period in August, immediately 
after the recess. The timing of the first phase was 
based on Schwarz and Bohner’s (2001:439) model 
of “memory causes judgement and judgement 
causes memory.” The intention was to solicit raw 
data while the information was still fresh in the 
participants’ minds. Phase two of the data 
collection was carried out in October, and this 
enabled the researchers to deal with the bias of 
selective recollection of information. 
The participants in this study were drawn 
from one of the campuses of the University. All the 
PGCE student teachers of the 2015 cohort were 
willing to participate (n = 78). The invitation letter 
informing the potential participants of the 
particulars of the study, its duration, activities, 
location, and the amount of time that would be 
required was distributed to the PGCE students by a 
lecturer who was not part of the research team. The 
potential participants had to express their 
willingness to participate in the study by making 
themselves available at the location indicated in the 
letter, to which all 78 students responded. 
Structured open-ended questionnaires were 
administered to the participants. As indicated by 
Nieuwenhuis (2007), the questions were developed 
in advance. Four open-ended questions were asked: 
1. What do you think the value of teaching practice is? 
2. How did the experience you gained during teaching 
practice help you to determine its value? Elaborate. 
3. How did the information and knowledge you already 
had about teaching influence your judgement? 
Elaborate. 
4. Did your emotions and attitude during teaching 
practice affect your judgement? Elaborate. 
Structured open-ended interviews are used in larger 
sample groups to ensure consistency (Neuman, 
2003). The choice of this data collection method 
was based on the assertion by Neuman (2003) that 
open-ended questions yield adequate answers to 
complex issues. The participants were allowed a 
week to peruse the first set of three questions in the 
first phase on their own in their own time. The 
class representative was responsible for the 
distribution and collection of the responses. The 
participants were assured of the strict 
confidentiality of information (no names or student 
numbers were indicated on the questionnaires). The 
participants who were selected as informants were 
chosen on the basis of defined qualities. They were 
PGCE students who had completed the ten-week 
 South African Journal of Education, Volume 39, Number 2, May 2019 5 
teaching practice according the University’s 
requirements. These participants were selected for 
the express purpose of obtaining the richest 
possible information to answer the research 
question. 
In the second phase the students were given 
the same set of questions as in the first phase, 
namely: What do you think is the most important 
value of teaching practice? Give reasons. Which of 
the following components influenced you most in 
making your judgement: experience during 
teaching practice, information and knowledge you 
already have about teaching, your emotions and 
attitude during practice teaching? Elaborate. 
Among the participants were students who 
had completed their qualifications in various 
disciplines as indicated in Table 1. Not all data was 
transcribed because the saturation point was 
reached after capturing data from 25 participants 
(n = 25). The researchers agreed to stop 
transcribing when they realised that no new 
information was forthcoming from the responses. 
To ensure trustworthiness, we archived the data 
that was not transcribed. After the analysis of the 
transcribed data we decided to transcribe the 
archived data and analyse that as well. We then 
compared the two sets of findings to test validity. 
The results were the same as in the preliminary 
analysis. The use of a wide range of informants 
allowed for verification of different points of view 
and experiences. As indicated by Fossey, Harvey, 
McDermott and Davidson (2002), the aim in 
qualitative enquiry is not to acquire a fixed number 
of participants, but rather to gather information of 
sufficient depth as a way of fully describing the 
phenomenon being studied. Inductive analysis was 
done and themes were formed. 
 
Table 1 Demographic data of the participants 





















Baccalaureus Technologiae (BTech) Human Resource Management 
Bachelor of Commerce (BCom) Human Resource Management 






















Bachelor of Arts (BA) Industrial Psychology 
BA Industrial Psychology 
BA Industrial Psychology 
BA Industrial Psychology 
BA Industrial Psychology 
BA Industrial Psychology 













BCom Economics and International Trade 
BCom Economics and International Trade/BCom with Honours (Hons) in 
Economics 
BCom Economics and International Trade/BCom Hons Entrepreneurship and 
Marketing 
9 F Yes No qualifications indicated 
10 M No BA Political Science 
11 M No BSc Physiology Microbiology 
18 F No BCom Human Resources Management 
19 M No BCom Economics and Risk Management 
20 M No BCom Sport and Recreation Management 
21 M Yes BSc Human Movement Science and Nutrition 
22 F No BCom Behavioural Sciences 
23 M No BA Labour Relations Management 




Value to self 
Teaching practice reportedly benefited student 
teachers in that it gave them confidence and 
boosted their self-esteem. Their confidence was 
boosted through their experience in the exposure to 
schools during the two placements. To emerge as a 
fully capacitated teacher, the student must develop 
confidence during the time when he or she is being 
prepared for teaching through practical training. 
Participants indicated that teaching practice 
reduced the fear of standing in front of a class. 
Indeed, assuming the responsibility of directing 
learning to a group of students while being 
observed by more experienced teachers over a 
period of time can eliminate fear. The participants 
made a number of interesting statements regarding 
the skills they had acquired during teaching 
practice. 
It created within me a caring heart, self-confidence 
(P4); It helps in building confidence (P1); I am now 
able to stand in front of a class without nerves 
getting the hold of me (P5); I no longer have fear of 
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standing in front of learners (P6); my confidence 
and self-esteem increased with every successful 
lesson (P7); It helped me become more confident 
when teaching (P12); really helped me to build my 
self-confidence in front of the learners. I am a bit 
more equipped (P13); it improved my talking skills 




The participants indicated that their exposure to 
schools helped them to make the final decision 
regarding their career choice. It appeared that they 
were not too sure about their career choice up to 
that point and that they were waiting for that 
moment to decide. This could be true as students 
are exposed to the realities of experiencing the 
complexities and the richness of being a teacher. If 
they were unsure when they registered for the 
teachers’ programme, this experience would 
become a deciding factor. As they could have been 
at a cross-roads exposure to real school scenarios 
would help them to either commit to teaching, 
which could result in a positive attitude towards 
teaching, or reject teaching altogether – especially 
if teaching was chosen by default. Students who are 
still unsure about taking up teaching after two or 
three placements, may choose not to teach after 
completing the programme. From their statements 
it can be deduced that that was a make-or-break 
moment for the student teachers. 
It tends to resolve any reservations that the 
students might be experiencing, creates self-
awareness in terms of whether this is the 
profession you want or not (P2); it guides us in 
making informed and responsible decisions about 
our future (P10); helps you to decide whether this 
is the right career choice for you (15); once a 
student teacher has successfully completed his/her 
practice and still wants to be an educator, he or 
she is in the right job (P3); it helps us see if we are 
cut out to be teachers (P8); helps us to decide if it 
is the correct career path for us (P12); you can 
decide whether you want to be in this profession or 
not (P19); helps you to determine whether or not 
you have chosen the correct profession (P24). 
The majority of respondents indicated that they 
found value in teaching practice as they were given 
an opportunity to test the theoretical aspects they 
had learnt before getting into the real world of the 
teaching profession. It seems that these students 
were able to derive maximum benefit from the 
exercise. This was an opportunity for them to gain 
first-hand experience on how to apply theories 
learnt and to determine whether they worked or 
not. 
Teaching practice is a platform where student 
teachers get the hang of things (P5); it gives 
students the opportunity to live the real experiences 
of all the theory they have been learning (P9); 
because you can actually go and apply what you 
learned in class so that you have a good idea of 
what to do as a full-time teacher (P25); it gives me 
the opportunity to try the art of teaching before 
actually getting into the real world of the teaching 
profession (P18); there is a difference between 
theory and practice, I realised that when I was in 
schools (P11); I struggled to maintain discipline, 
the information I had was not enough (P20). 
 
Value to others 
It should be noted that student teachers found that 
teaching practice was valuable to the learners as 
well. It seems that the student teachers were happy 
to be of assistance to others motivated by altruistic 
reasons. This could then evoke a deep desire to 
help society improve, thus, making teaching 
socially worthwhile for all. Teaching practice 
seemed to have been a wonderful opportunity for 
them to impart their knowledge to learners. 
Helping and giving back your knowledge to the 
learners, making a difference in a child’s life (P4); 
to be hands-on in the development of others (P5); 
although I couldn’t teach I was able to clarify 
concepts that they were struggling to understand in 




The participants based their judgement on both 
positive and negative affective reactions. The 
negative emotions were based on fear, feelings of 
inability, learners’ bad attitudes and loss. Teaching 
itself is an emotional endeavour. Because of the 
intensity of interaction in the classroom, emotions 
evoked are natural. These challenges can be 
regarded as part of teaching or of being a teacher. 
Positive judgements were made based on 
satisfaction, feelings of fulfilment, lack of fear, 
love, excitement and success. 
Teachers and learners made me feel like I was a 
qualified teacher already (P1); with your PGCE it 
is fantastic (P25); it created within me a caring 
heart (P4); I felt out of my depth (P11); the 
fulfilment I get after teaching learners (P3); it was 
good exposure to the field (P10); I am excited and 
can’t wait to be appointed (P5); I no longer have 
fear of standing in front of learners (P6); what I 
remember is that I couldn’t control the shaking in 
my knees each time I stood in front of a class 
(P20); learners can be cruel and nasty, that makes 
you question if what you are doing is right or 




Positive and negative attitudes influenced 
participants’ judgements. Their attitudes and those 
of others informed their assessment. The 
participants appreciated the positive attitudes 
displayed by the teachers at schools, while the 
negative actions of the learners made them feel 
alienated. For some of the participants negative 
perceptions changed to positive, while others’ 
points of view remained unchanged. 
I love working with learners (P25); I have new 
appreciation for the profession that I once took for 
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granted (P9); draw positives from the negatives 
and make a change or difference in the lives of the 
learners (P5); the learner is always right and it is 
expected that you must protect yourself from 
learners (P21); learners are difficult to understand 
and control (P16); learners of today are 
disrespectful (P14) [sic]. 
 
Experience 
The participants had negative experiences with 
learners and teachers whom they felt were not 
helpful. These bad experiences were linked to their 
own lack of preparation for classes and the lack of 
clarity on theory. There were, however, those who 
had good experiences with respectful learners. 
They came to realise that teaching was hard work. 
Learners can be very naughty and if the teacher is 
not prepared they make fun of you (P14); teachers 
at school don’t really mentor us, we are on our 
own (P22); they don’t show us where we are going 
wrong (P17); if the teacher is not prepared the 
learners make fun of you. Learners don’t learn and 
can’t cope with the workload (P8); you do have 
guidelines but not always clear guidelines for 
dealing with difficult learners at a specific time 
(P23); I received a lot of respect and learners 
looked up to me to be the best mentor I never had 
(P7); experienced mutual respect in the classroom 
and in the school yard in general (P19); I realised 
it wasn’t as easy as I thought it would be, and that 
it is hard work being a teacher (P24); it is more 
valuable than most qualifications where you just do 




The aim of this study was to understand the 
perceptions of student teachers regarding the value 
of teaching practice and, using Kantian theory, 
understand how this value was determined. Cohen, 
Manion and Morrison (2003) and Perry (2004:4) 
perceive teaching practice as the crux of student 
preparation for the teaching profession since it 
provides the “real interface” between studentship 
and membership of the profession. 
The first finding from the analysis of student 
teachers’ responses suggests the usefulness of self-
benefits of teaching practice. The participants 
indicated that they benefitted from teaching 
practice in that they acquired skills, that teaching 
practice was a testing ground for learnt theory, and 
in many cases, teaching practice presented an 
opportunity for students to decide whether they 
would embrace teaching as profession or not. 
Although gaining confidence and skills is a value in 
itself, these benefit learners indirectly. Kant (1892) 
indicates that to make judgements about skills one 
needs to apply the rules. Rules in this sense pertain 
to the teaching theories that students learn at 
university. Theories of teaching do not have strict 
rules as those that are applicable in mathematics 
and science, therefore, they leave room for 
interpretation of application. This kind of 
judgement is determinative judgement. Acquiring 
skills in teaching, class management, handling 
learner behaviour and professional relationships 
with other staff members helped student teachers to 
create positive opinions about themselves. This 
process gives the student teacher an opportunity to 
improve his or her classroom management skills. 
The self-gain was not limited to academic 
development but extended to awareness of the 
participants’ affective attributes: their love for 
children and teaching. 
The results of this study suggest that although 
the students were approaching the end of their 
study programme, they still needed an opportunity 
to make a final decision about the career they had 
chosen. One would think that this would have been 
long resolved by the time they enrolled for the 
programme at the beginning of the year. Even after 
the teaching practice period, some students were 
still unsure about their choice. It emerged that the 
teaching practice period was particularly important 
for the PGCE students. Moreover, it seems that the 
participants were at a career cross-roads, as they 
were just about to complete the programme and 
seek employment. Furthermore, they needed to 
check whether the teaching skills that they had 
acquired would be enough to secure teaching 
positions. The question of whether they would be 
employable or not, after having completed the 
PGCE programme, now became crucial. According 
to Kant (1998:23) judgement is based on 
perceptions and experience. Judgement of 
experience is based on the object of experience, 
which, in relation to this finding, is the ability or 
inability to secure work. The analogies of 
experience indicated by Kant (1998) include 
relations between objects of experience, cause and 
effect and coexistence of objects of experience 
leading to causal interaction. In this case a 
relationship exists between acquiring a skill and 
securing employment. The cause in this instance is 
gaining a skill and the effect is being employable or 
not. These two objects coexist during the time 
when PGCE students are preparing themselves for 
the job market. Being anxious about the prospects 
of employment is understandable as these students 
had completed their first degrees and some 
attempted to find jobs before enrolling for the 
PGCE. It seems as though it was important for 
student teachers to experience teaching first-hand 
in order for them to make the final decision to 
become teachers. Teaching practice thus served as 
a basis for forming a judgement about how the 
teaching skills they had acquired were leading to 
another object of experience – the right career 
choice. Although research has shown that teaching 
practice is an opportunity for aspiring teachers to 
establish whether they have made the right career 
choice (Bhargava, 2009), for PGCE students this 
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becomes a vicious cycle: being caught up between 
objects of experience. 
The participants were unanimous about the 
value of practising in enabling them to test the 
theory learned at university. Although some were 
positive about the benefits, others indicated that 
they had gained awareness of the difference 
between theory and practice and that not all 
theories were applicable to all situations. This was 
a valuable discovery for students who were about 
to become full-time teachers. This insight could 
help students to develop their own models of class 
management using some ideas from the existing 
theories. 
The second finding is that judgement made on 
teaching practice was based on three components, 
namely emotions, attitudes and experiences. 
Emotions were pervasive influences on the 
students’ judgements and thoughts. Positive 
emotions that informed the judgements made about 
teaching practice included feelings of fulfilment, of 
being in control, of success, of love and 
excitement. These positive emotions influence 
motivation (Sutton & Wheatly, 2003). The 
expression of emotions by student teachers encode 
reality, which is typical for the experiential 
processing of human beings (Evelein, Korthagen & 
Brekelmans, 2008). Negative emotions comprised 
fear, feelings of inability, learners’ bad attitudes 
and loss. Researchers confirm that teaching 
practice can be a discouraging, terrifying 
experience (Steyn & Killen, 2001), exacerbated by 
fear of the unknown (Quick & Siebӧrger, 2005). 
These emotions can affect the students’ view of the 
teaching profession. Participants who experienced 
negative emotions gave valuable information 
regarding the inadequacy of information they had, 
which made it difficult for them to deal with 
problems they encountered during teaching 
practice. When referring to feelings, Kant (2001) 
talks about the judgement of the agreeable, which 
pertains to private feelings that are only valid for 
the person who likes the object as in the positive 
emotions discussed above. On the other hand, 
judgement of taste has a universal validity because 
everybody likes/dislikes the object. In this finding 
both types of judgements came to the fore: the 
judgement of the agreeable, which is more 
sensational in nature, and the judgement of taste, 
which is regarded as a taste of reflection. One is 
tempted to argue that for PGCE students to make 
judgements they must know what the object 
(classroom, learner behaviour, relationships within 
the school) is meant to be, thus, having a 
determinate concept of the object. On the contrary, 
Kant (2001) does not believe that a judgement of 
taste is based on concepts as it is not a cognitive 
judgement. 
Judgement in this research was memory-based 
and the participants were able to remember vividly 
their attitudes and experiences. Good experiences 
can lead to a boost in self-confidence (Postareff & 
Lindblom-Ylänne, 2011). The positive experiences 
were based on the relationships with learners and 
teachers, whereas the negative experiences were 
based on the absence of preparation for classes and 
ambiguities in theories. Students who had negative 
experiences indicated the importance of gaining 
skills and enhancing self-esteem. The findings in 
this research also indicate clearly that value 
judgement was a possible method of reflection on 
teaching practice by PGCE students. 
 
Conclusion 
This was an explorative study based on a theory of 
value judgement in soliciting data on the 
perceptions of PGCE students on the value of 
teaching practice. The findings give a clear answer 
to the two research questions discussed in the 
foregoing sections. This research found that when 
assigning value, people use different components 
of judgement. All the components, namely 
attitudes, emotions and experiences, were indicated 
as important in determining the value of teaching 
practice. Students also used different types of 
judgements. 
According to Kant, freedom is the defining 
aspect of human nature. This study’s findings are in 
line with Kant’s (2007:440) postulation that “with 
the current education the human being does not 
fully reach the purpose of his existence.” The fact 
that PGCE students were still in doubt regarding to 
whether the newly acquired skills would enable 
them to enter the labour market successfully, 
supports Kant’s postulation. 
Therefore, we recommend that in addition to 
the reflective journals that are submitted at the end 
of teaching practice for which students are awarded 
marks, reflection based on value judgement should 
also be included. The reflective journal only is 
inadequate for a PGCE student who is still 
grappling and directly affected by the rising 
unemployment levels. The reflective journal is 
utilised as a way of demonstrating the acquisition 
of certain skills and attributes and as evidence of 
learning during teaching practice. We concur with 
Düring and Düwell (2015) who postulate that the 
capacity to form judgments is the basic power that 
human beings need to orient themselves in the 
world. Students can be taught about the theories 
that pertain to value judgement and apply them 
during teaching practice. The findings of this 
research have pedagogical implications for the 
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